uneasy relationship between educational research, educational policy and educational practice in Britain, Australia and the United States. Whitty observed that in the 1990s politicians questioned the value and quality of the work of educational sociologists who worked in universities.
It was not only politicians of the 1990s who cast doubts on the work of educational sociologists. For example, Woods (1985: 51) , one of Britain's leading educational sociologists, observed that sociology had not served teachers well. Woods argued that 'its theoretical abstraction seemed remote from teachers' hard realism, and its terms of debate difficult to comprehend'. Woods (1985: 51-60) suggested hat the problem for educational sociology stemmed from its critical and subversive nature.
Its findings offered little comfort to teachers struggling to survive in schools. Similarly Barcan (1993: 157-215 such an analysis enables us to ascertain whether, with respect to textbooks used in foundations of education courses, there was a predominance of educational sociology textbooks. This analysis also provides an understanding of the major focus and orientation of the textbooks used throughout the period. In the discussion that follows, textbooks are discussed in chronological order.
1970-1980
The period saw twelve Australian textbooks published for social foundations of education courses. Six of these were very specifically sociological, three explored educational issues within a loose sociological framework, three were comparative with sociological underpinnings and one concentrated on issues for beginning teachers. Within these broad categories, the books' orientations varied from functionalist sociology to critical and radical sociology and classroom teacher orientation. The following discussion looks at each text of the period in more detail. Katz and Browne, Sociology of Education (1970) , was promoted by the authors as an indispensable book for academics, teachers, students and all concerned with the future of Australian education whether administrator, politician, journalist or parent. The authors provided an Australian overview of the education system. They noted that previously students had been forced to transpose to Australia overseas research. Katz and Brown claimed that in comparison to the many historically-based studies then available, there were few sociologically-based studies of Australian education. Their book analysed and described the Australian education system as it responded to a period of rapid change. Katz and Browne noted that education was a major institution that was expected to contribute to the demands of the industrial state and to society's future development and progress. Maclaine and Selby Smith, Fundamental Issues in Australian Education (1971) , examined major problems in Australian education. They argued that the key to a civilised society was dependent on improvements in education. They claimed (Maclaine and Selby Smith, 1971: ix) that it was necessary for Australian educators to be 'bold and constructive in their thinking' as Australia has reached a point where its educational needs differed from other nations.
Consequently it was necessary to produce teachers who were able to work beyond the 'immediate problems and see some distance into the future' (Maclaine and Selby Smith, 1971: x) .
Browne and Simpkins, Social Science
Perspectives on Australian Education (1972), drew on the disciplines of economics, politics and sociology. The book assisted students to understand education as a social institution by focusing attention on the relationships between education and Australian society. They argued (Browne and Simpkins, 1972 : Preface) that 'shaping instructional practice to meet the demands of students and society demands insights into the way in which education responds to social requirements and participates in social change'. They noted there was a lack of authoritative Australian sources, which meant that the study of education in Australia had been confined to comparative education and the history of education. They cautioned (Browne and Simpkins,1972: 28) that teacher education students often complained that they had not been taught various things even when they had. She responded that they had been taught but had not learned (Mackie, 1973: i) . She argued (Mackie, 1973: viii) that teaching was not learnt as a series of actions, even though some things were learnt by doing them. To proceed without theory was to proceed without the benefit of the experience of others 'and to make mistakes with actual pupils which might well have been made and corrected in the safer situations of discussion and speculation' (Mackie, 1973: viii) .
Mackie wrote for beginning teachers but thought that her book would also interest parents and experienced teachers. Jones, Education in Australia (1974) , was similar to but less detailed than Partridge (1972) and analysed (Jones, 1974: 8 (Andersen and Cleverley, 1975: vii) . They argued that their book was equipped to resist the problem of knowledge obsolescence, which they claimed characterised other books of the time. Certainly their use of historical and contemporary photographs was a novel departure in textbook presentation.
Edgar, Sociology of Australian
Education: A Book of Readings (1975) , saw the education system was a key factor in the social construction of reality. Consequently it had to be examined to determine how it influenced the prevailing social structure. For Edgar (1975: xi) education was an assault upon the child. The value of such a perspective for teacher education students who were going to work in the Australian schools was very likely problematic. Browne and Foster, Sociology of Education (1976) , saw their sociology of education textbook challenging 'the long established disciplines of philosophy, history and psychology of education'. (Browne and Foster, 1976: xi) . However, they noted there were still noticeable gaps in areas that they examined.
Furthermore, they observed that the existing economic and social climate meant that such courses were particularly vulnerable (Browne and Foster, 1976: xi) Each section had suggestions for teaching and learning activities and materials to facilitate those activities. The authors noted that students needed to be active learners. Some of the questions, however, make one wonder how far removed the guide and book were from students' real concerns and how justified are the reservations that politicians and policy makers have about the relevance of sociology of education courses to teacher education programs. For example, in their student guide (Browne and Foster, 1976: 3) provided the following questions: He claimed that teachers who taught to the difference recognised that a valid aim for schooling was to assist students become productive and happy in their different job aspirations, different race memberships, different religious affiliations and different languages (Francis, 1981: 28 (Foster, 1981: xiii) to move beyond the purely descriptive to the explanatory. She feared that she had been too ambitious in her goals and realised that 'only the reaction of teachers and students who use it can throw light on that' (Foster, 1981: xiii) . The revisions in the second (1987) edition, which simplified the book, suggested she had been. She reported that these changes responded to student comments. The second edition was easier to comprehend, included three chapters on the implications for teachers and teaching and placed greater emphasis on school and classroom application.
The second edition still claimed that students needed to be introduced to theory and methodology to enable them to understand the education system effectively (Foster, 1987: iv Perhaps this is the kind of material that politicians and others had in mind when they questioned the value of sociology of education.
Easthope, Maclean & Easthope, The Practice of Teaching: A Sociological
Perspective (1986: xiii), noted that research in Australia and overseas had highlighted the particular problems and concerns of beginning teachers. They were well aware that many firstyear teachers complained that their initial teacher education had not prepared them adequately to cope with the realities of teaching.
They understood (Easthope, Maclean & Easthope, 1986: xiii) that the most criticised subjects in teacher preparation degrees were foundation courses, which were seen by students as too theoretical. Easthope, Maclean and Easthope believed that sociology of education for teacher education students should not be overly theoretical and insensitive to the concerns of beginning teachers. Their book was written to bridge the theory-practice gap. It used the authors' experience as classroom teachers, teacher educators and sociology of education academics to write a new type of sociology of education textbook. The book was intended for pre-service and beginning teachers who had no background in sociology. It was structured to give teacher education students information, understanding and techniques to assist them to become competent classroom teachers. Their book allegedly differed in another respect as well. Not only did the authors make sociology practical but they also made it interesting to read and study for its own sake (Easthope, Maclean & Easthope, 1986: xiv) . The text concentrated on the teacher in the classroom and the school and on day-to-day teaching issues. It was written and produced to make it appealing to students: key issues were made in highlighted points and sociological jargon was avoided (and appeared only in the highlighted material and not in the body of the text); theoretical stances were not discussed in any detail; and there was ample use of cartoons, poems and extracts from works of fiction (Easthope, Maclean & Easthope, 1986: xiv) . The writers did this to make the content more accessible and identifiable to student teachers, to illustrate particular viewpoints and concepts and to present ideas more powerfully (Henry et al., 1988: vii) wrote their book as 'a reaction against the often-used assertion to beginning teachers that they would be better if they forgot the theory of education since they are in the real world now'. The book was neoMarxist in orientation, claiming that such accounts illuminated the repressive nature of schooling for many students (Henry et al., 1988: 13) . The rationale of the book was a desire to understand the world in order to change it (Henry et al., 1988: 16) . However, the authors conceded that schools by themselves could not change society, even if they assisted students to be critical towards society and its institutions (Henry et al., 1998: 16) . However, what this discussion also shows is that within this sociologically-dominant approach there were variations. In addition, there were some attempts to make the textbooks more relevant to teacher education students and their pragmatic concerns. Whether or not this was achieved is a matter for conjecture.
1990-2005
During the last period considered, six books were published. were updated and expanded and there were more references to Australian and international research. Foster and Harman (1992: viii) wrote that as 'sociological consciousness knows no national or cultural boundaries, it [was] important that students go beyond the basic content', which was biased toward Australian material. They argued (Foster and Harman, 1992: viii) that the outlook in the book was essentially optimistic.
However, perhaps anticipating the comments of many students and perhaps even ministers of education, they admitted that looking at education in a sociological way might not be a comfortable experience because of sociology's 'subversive quality' (Foster and Harman, 1992: 2).
Hatton, Understanding Teaching:
Curriculum and the Social Construction of Schooling (1994) , was a unique textbook because it brought together curriculum and social theorists. She emphasised (Hatton, 1994: xvi) that teaching was, for her, a complex social, political and ethical activity that was ultimately concerned with social justice. The rationale for her book centred on a number of premises.
Firstly, if educational theorists provided powerful critiques of education but failed to show how practice might be improved, they were unhelpful to beginning teachers. Secondly, the notion that a discussion of teaching should be presented simply for beginning teachers and 'that its complexities, dilemmas and contradictions should remain unaddressed or even hidden until beginning teachers ... have a few years' teaching experience and have put their survival concerns to rest' was rejected as 'demeaning and fundamentally wrong' (Hatton, 1994: xvi) .
Thirdly, she argued that while many beginning teachers often saw such courses and teacher educators who taught them as irrelevant and lacking in credibility, teachers should be exposed to these courses at the start of their training. This This would assist them to ensure that such changes were not used to reduce 'democratic possibilities for individuals' and for the wider Australian society (Welch, 1996: viii) . He used the theoretical framework of the Frankfurt School of Critical Theory developed by Habermas (Welch, 1996: xii) . He also focused on the increasing internationalisation of education and the fact that Australian education could not be seen in isolation. (Symes and Preston, 1992: xiv) .
They (Symes and Preston, 1992: xii) lamented the neglect of theory in Australian teacher education and the emphasis on the technical rather than the political dimensions of teaching.
They claimed that 'teacher education needs to be more theoretical and less technical' (Symes and Preston, 1992: xiv) In the second edition there were improvements in style and presentation, with heavy editing reducing its 'obfuscatory language and convoluted style' (Symes and Preston, 1997, x) . They hoped that this edition was 'far more user friendly and inviting in its presentationmore in tune with the intellectual sensibilities of a generation of students who are more used to visual than verbal forms of presentation, and who are not used to consulting dictionaries or reading long sentences' (Symes and Preston, 1997: x) .
Also added to the end of each chapter were tutorial and field activities to make the text more useful. The authors hypothesised (Symes and Preston, 1997: xiv) The book argued that teaching was more than a set of skills, for to be an effective teacher required reflection and sustained effort (Groundwater-Smith, et al., 1998: ix) . The book was a practical guide that used theoreticallygrounded case studies and anecdotes to illustrate its arguments. The aim was neither to mystify the profession nor to make teaching so obscure that the work was impossible. However, they suggested that the primary school should be read as a text and 'every text contains within it some elements which would undermine its meaning. (Allen, 2004: xi) . The book stated that to ignore social theory in education was 'to step outside in winter naked': one may cope briefly but not in the long term (Allen, 2004: 4) . However, what this discussion also shows is that within this sociologically-dominant approach there were several theoretical positions.
In addition, there were attempts to make the textbooks more relevant to teacher education students and their pragmatic concerns. were not sociological in orientation. That is not to say that these exceptions did not make major and important impacts. However, their impact as well as that of the impact of those textbooks more overtly sociological in orientation which have been discussed above must be the subject of further research and analysis.
